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CHAPTER I
Review of the Literature
Introduction
Storytelling is a vital aspect of human communication. Kemper 
(1984) stated that "narrative is one of our first uses of language, and 
one of the most skilled" (p. 99). Stories are used by speakers of all 
ages to relate ideas to their listeners, as storytelling is a basic, 
widespread manner of illustrating life's experiences (Hymes 1980; 
Britton, 1982). Rosen called storytelling a "fundamental process of 
the human mind" and a way of understanding the world (Lindfors,
1980, p. 357). Preece (1987) found that the language of 
kindergarteners contained 14 different types of narratives, and that 
these narratives "played a significant role in the ongoing conversation 
of the children" (p. 370). At the present time, little is known about 
the storytelling capabilities of children of different ages or how 
these capabilities might be affected in children with Specific 
Language Impairment, or SLI. (For a discussion of the nature of SLI, 
see Leonard, 1987, 1989, and 1992; and Stark ft Tallal, 1981).
Knowing that storytelling has such an important place in language, it 
is reasonable to assume that if storytelling skills are less than 
adequate, the deficiency would be greatly contributing to overall 
language problems. Also, it is unknown how intervention can help 
children with SLI become better storytellers.
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2Children with SL1 of the pre teen age are likely to have 
persiatipg problem* if their language impairment has not been 
remediated by such an age (Hall A Tomblin, 1971) Their language 
dtfi«tui«iei lead to many difficulties academically in school, and 
their language problem* are often no longer specifically addressed 
through educational or therapy programs (Hall A Tomblin 19NIV It 
seem* that these children s language problem* com* to be labelled 
learning disabilities (Hall A Tomblin, 1978) uften the** older 
children are thought to have trouble academically became of lower 
IQ, while it may be that their language capabilities are all that are 
below average level In addition, a pre teens language problems, if 
not helped with intervention, have been shown to continue affecting 
these children throughout their lives. Hall A Tomblin (1971) reported 
that, upon reevaluating individuals 13 to 20 years aftar they were 
first diagnosed as having language impairments, only 50% pursued an 
education beyond high school, which was significantly lower than 
individuals who only had articulation problems. The American Speech- 
Language Hearing Association Ad Hoc Committee on 
Language/Learning Disabilities said, "That the language impaired 
'catch up' and in general succeed is an erroneous myth" (1980, p. 631).
3Story Maturation Through Emotions
When telling a story, there are certain qualities that the 
speaker needs to include in order for the story to be effective for the 
listener. One such quality is telling the listener how the characters 
in the story feel, or what emotions are involved in the story. It has 
been reported thm children telling personal stories do include their 
feelings in the story, but children with SLI tend to leave emotions out 
of stories (Kretschmer, 1990). Feelings lure the listener into the 
story and keep them interested (Kretschmer, 1990). They let the 
storyteller bond emotionally with the listener" (Kretschmer, 1990, 
lecture notes). In addition, they make the story more life-like for the 
listener, and also show that the speaker is sincerely trying to share a 
personal experience with the listener.
Story Maturation Through Repetition
Repetition of main points is also an important part of 
storytelling. Repeating the main idea of a story shows that the 
speaker knows what he or she wants to say and wants the listener to 
get that point. Repetition "sums up the specifics" (Kernan, 1977, 
p.97). The main point represents the purpose of the story; therefore, 
it warrants repetition. Often, this main point is repeated naturally by 
an individual with normally attained language skills. However, this 
repetition may be missing in a story told by an individual with
4Language Impairment and Storytelling: A Statement of the Questions 
The questions addressed in this study involving storytelling in a 
pre-teen with SLI are: 1) Does a child with SLI have the language 
skills to tell stories?; 2) Will the stories of a pre-teen with SLI 
become longer if storytelling is practiced through language 
intervention?; 3) Are feelings mentioned in stories by a pre-teen with 
SLI, and if not, will the pre-teen with SLI add feelings if taught to do 
so through language intervention?; and 4) Do pre-teens with SLI 
repeat the main point of a story, and if not, will a pre-teen with SLI 
repeat the main point if taught to do so through language 
in tervention?
language impairment, since his or her general skills at storytelling
are likely to be lacking (Snyder, 1984).
CHAPTER II
Method
Subject
The subject in the present study was a boy, 12 years, 6 months 
old. He was diagnosed by a certified speech-language pathologist as 
having specific language impairment after a speech-language 
evaluation was performed at a university speech clinic approximately 
three months prior to the beginning of the study. At this evaluation, 
the subject passed a hearing screening at 20 dB (HL) at 500, 1,000, 
2,000 , 4,000, and 8,000 Hz (ASHA, 1985).
The Clinical Evaluation of Language Fundamentals-Revised 
(Wiig, Semel, &. Secord, 1987) was given to the subject at the initial 
evaluation. The results revealed that the subject was scoring in the 
ninth percentile for his age-matched peers in receptive and 
expressive language skills. The test score was based on three 
subtests of receptive skills, including oral directions, word classes, 
and semantic relationships; and three subtests of expressive language 
skills, including formulating sentences, recalling sentences, and 
sentence assembly. The highest score the subject obtained on a 
subtest was on the sentence assembly task, on which he scored a 
nine, placing him in the 37th percentile. The lowest score was a four, 
on the formulating sentences task, which was in the second
5
6percentile.
Immediately prior to the first baseline session of the study, the 
subject was given the Peabody Picture Vocabulary Test-Revised, Form 
L (Dunn & Dunn, 1981). The subject received a standard score of 88. 
This fell in the 78th percentile for his age, indicating receptive 
vocabulary skills within normal limits. The Leiter International 
Performance Scale (Levine, 1982) was also administered, during the 
last experimental session with the subject. He received a nonverbal 
intelligence quotient of 85, revealing that the subject fell in the low 
end of the normal range in nonverbal skills. Kamhi (1981) reported 
that children with SLI displaying a normal performance IQ often have 
delayed development of knowledge about space, so "tests such as the 
Leiter appear to provide only a limited picture of overall conceptual 
development" (p. 451). The child in the present study did tend to have 
the most difficulty with spatial problem-solving on the Leiter. The 
subject had never previously received language therapy, but 
enrollment in therapy was recommended in the diagnostic report. 
Therapy was suggested to focus on sequencing, vocabulary, and 
memorization skills. The subject was unable to begin an intervention 
program until after the present study was completed. He was 
receiving Chapter I remedial reading services in the public school at 
which he attended.
7H uigJi
The present study followed a single subject, multiple baseline 
experimental design (McReynolds A Kearns, 1983). The intervention 
goals were the mention of feelings and repetition of main points 
during oral storytelling. There were two baseline sessions for the 
mention of feelings and five baseline sessions for the repetition of 
the main point. The sessions were each twenty minutes long. Two 
sessions were conducted each time the researcher and the subject 
met, with a ten minute break in between the sessions (for a similar 
design, see Gierut, 1992). The first two baseline sessions (Bl, B2) 
were held in a child language laboratory, and were tape recorded on a 
Sony TC-FX600 tape recorder with a Crown P2M microphone. All other 
sessions took place in the home of the subject's grandmother, and 
were tape recorded by a Marantz portable cassette recorder, model 
PMD 201/PMD 221. Memorex dBS 90 minute tapes were used to record 
all sessions.
Procedure
Baselines. Two different types of baseline sessions were 
utilized in the present study. In the first one, Bl, the experimenter 
brought a list of topics she thought would be of interest to the 
subject. Ideas for topics were obtained from the subject's mother 
prior to the session. Some of the topics introduced were: four-
wheelers, pets, siblings, movies, and baseball card trading. The
8experimenter would introduce the topic and ask the subject to tell her 
something about that topic, in the hope that a story, specifically a 
personal anecdote, would be produced. When needed, the experimenter 
would probe further to elicit a story, saying, for example, "Tell me 
about when you first got your dog." Also, a magazine was brought in 
and the subject was asked to tell what was happening in the pictures. 
The experimenter modelled her own personal anecdotes throughout the 
session if the topic was fitting to her experiences.
In the second baseline session (B2), two passages from an age- 
appropriate book were read. For the names of the boot’s and passages, 
see appendix A. After the first passage was read in the beginning of 
the session, the subject was asked what he thought would happen next 
in the story. The subject and the experimenter then collaborated to 
make up a new story The experimenter would add sentences when the 
subject seemed to need assistance, or where her contribution seemed 
appropriate to maintain rapport with the subject. The experimenter 
wrote down the story as it was being created. The subject read the 
story back once it was completed. Then the second passage was read, 
and another story was created in the same manner, finishing with the 
subject reading it back aloud. In the three sessions that followed 
this second baseline session, the mention of feelings was the target 
of intervention. These three sessions also served as baseline 
sessions for the goal of repetition of the main point. Therefore, there
9were two baseline sessions for the mention of feelings and five for 
the repetition of the main point. In each session after Session Bl, 
there were two stories created per session.
After the baseline sessions, the following was measured: 1)
average number of sentences the subject contributed to the stories of 
the session; 2) average number of sentences the experimenter 
contributed to the stories of the session; 3) average number of times 
the subject mentioned feelings in the stories of the session; 4) 
average number of times the experimenter mentioned feelings in the 
stories of the session; 3) average number of times the subject 
repeated the main point of the stories in the session; and 6) average 
number of times the experimenter repeated the main point of the 
stories in the session. Also, the percentage of times the subject 
performed these skills spontaneously was calculated.
Intervention for emotions. The third, fourth, and fifth sessions 
(FI, F2, F3) in the present study concentrated on the feelings of the 
characters in the stories. The sessions were conducted in the same 
manner as the second baseline session. However, during intervention, 
the experimenter would ask the subject questions to elicit the 
mention of feelings during the collaboration of the story, such as: 
"How do you think the characters felt at that moment?" or "What was 
[character's name] thinking when that happened?" At times, the 
experimenter would give the subject a choice of feelings, saying,
"Were they happy? Were they sad?", if she felt it was needed. Also, if 
the experimenter felt the subject was struggling, she would add her 
own idea or sentence which mentioned a character's thoughts or 
feelings. The same measures from the baseline sessions continued to 
be taken in these sessions.
Intervention for the Repetition of the Main Point. Sessions six, 
seven, and eight (R l, R2, R3) were conducted in the same manner as 
the previous intervention for emotions, except that repetition of the 
main point was the focus. Feelings were not addressed by the 
experimenter during this phase of intervention. Questions were asked 
during the creation of the story to elicit repetition of what the 
experimenter thought to be the main point. The questions were 
applicable to the subject matter of the particular story. Again, the 
experimenter added her ideas and sentences only as she felt the 
subject needed her assistance. The same measures taken in the 
baseline sessions were taken again.
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CHAPTER III 
R esults
The first question asked by the present study was whether or 
not a pre-teen with Specific Language Impairment (SLI) possessed the 
language skills to tell stories. The answer was yes for the pre-teen 
in the present study. In the first baseline session, Bl, in which 
topics were introduced and some stories were told by the 
experimenter, the subject told nineteen stories. The average number 
of sentences in these stories was 3.47. All of these stories had to be 
elicited by the experimenter, either by topic introduction, topic 
introduction with further probing, or by modelling a personal anecdote 
of her own. The following is an example of an interchange between 
the experimenter and the subject in the first session. The topic is 
the subject s near- accident on his four-wheeler.
S: I got my foot run over.
R: And what h appened then?
S: I turned and it almost flipped over but I put my foot out
and it ran over my foot. But it helped it not flip over.
Although the story is brief, the subject did use a story format to
relate an experience to the listener.
The subject was also able to produce stories in the second 
baseline session, B2, which was conducted in a different manner.
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Although the format of the session allowed for only two stories, the 
subjects stories were longer: he contributed an average of 4.5 
sentences to these stories. The subject had no difficulty 
understanding or accomplishing the task of continuing the story from 
the passage, although he did sometimes need the assistance of the 
experimenter.
The second question the present study investigated was whether 
or not the stories of a child with SL1 would become longer with 
intervention. Results related to this question can be seen in Table 1 
and Figure 1. The average number of sentences the subject 
contributed per session did increase over the course of the 
experiment. The number of sentences contributed by the subject went 
from 4.5 in Session B2 to 7 in Session F3, and never dropped below 6 
throughout the remainder of the sessions. The highest average 
number of sentences contributed by the subject was 10, in Session 
Rl. This number was on a steady increase after the second session 
until it dropped in Session F3, when it was 6, down from 7.5 in the 
previous session. After session F3, the average number of sentences 
went up to 10 in session R l then back down to 7.5 in the final session. 
The overall mean of sentences per story for the intervention sessions 
was 7.83 (SD=1.76).
TABLE 1
Average Number of Sentences 
Contributed bv Subject and Experimenter
13
SESSION SUBJECT
B1 3.47 7.0
B2 4.5 1.5
F1 7.0 8.0
F2 7.5 0.5
F3 6.0 1.5
R1 10.0 1.5
R2 9.0 1.0
R3 7.5 0.0
Figure 1. Mean number of sentences per story contributed by t ie  subject and the experimenter (where B -  Baseline, F -  Intervention 
for ‘ Feelings'*, and R = Intervention for ‘ Repetition of the Main Point') Values are averaged across two stories/session.
Mean Number of Sentences
Sessmn
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After Session Bl, in which the experimenter had to tell her 
personal stories as a model, the average number of sentences 
contributed to a story by the experimenter decreased. Peaking at 7 in 
Bl, the number decreased sharply to 1.5 in B2, and did not surpass 
this number throughout the remainder of the study. In Session R3, the 
experimenter contributed zero sentences. Thus, the two stories in 
R3 were the sole creation of the subject.
The third question posed by this study asked if feelings were 
mentioned in the stories of a pre-teen with SLI, and if not, could the 
subject learn to add feelings to his stories through intervention? In 
the two baseline sessions, which included 21 stories told by the 
subject, he mentioned feelings once. (See Table 2 and Figure 2) This 
instance came when the subject was asked what was going on in a 
picture from a magazine. The picture was of a football player hitting 
the ground in dismay after a plav From these two baseline sessions, 
it was determined that feelings were not an integral part of the 
subject's spontaneous stories.
In Sessions FI, F2, and F3, when the mention of feelings was the 
intervention goal, the subject did add feelings to his stories. The 
number of times feelings were mentioned increased dramatically, 
from 1 in Session Bl, 0 in Session B2, to 8 in Session FI. The number 
peaked in Session F2, when the subject mentioned feelings fourteen 
times. In Session F3, this number went down to six.
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peaked in Session F2, when the subject mentioned feelings fourteen 
times. In Session F3, this number went down to six.
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Average Number of Times Feelings 
Mentioned bv Subject and Experimenter
SESSION EXPERIMENTER
B1 1.0 6.0
B2 0.0 0.0
F1 8.0 4 0
F2 14.0 14.0
F3 6.0 12.0
R1 1.0 1.0
R2 2.0 3.0
R3 2.0 1.0
Figure 2. Mean number of tim es feelings were mentioned or the m ein point repeated 
in a story (where B » Baseline, F « Intervention for "Feelings", and R -  
Intervention for "Repetition of the Main Point"). Values are averaged across two 
stories per session.
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In Session FI, two out of the eight times (25%) the subject 
mentioned feelings spontaneously. This spontaneity was not 
consistent, however, as the percentage went down to 7 1% (1 out of 
fourteen) in Session F2 and then 0% in the last intervention session 
for feelings.
The number of times the experimenter mentioned feelings in the 
feelings intervention phase was also calculated (see Figure 2) In 
Session FI, the researcher mentioned feelings four times; in Session 
F2, 14 times; and in Session F3. 12 times. Thus, the experimenter 
was successful in enacting the intervention strategy of inserting 
feelings into the subject's stories.
In the final three sessions, how many times feelings were 
mentioned by the subject was counted again to see if the behavior 
was maintained after intervention. Although the subject did mention 
feelings in all of the sessions, the number of times he did so 
decreased sharply, to once in Session R l, twice in the Session R2, and 
once in Session R3. The experimenter also decreased in the number of 
times she mentioned feelings, in keeping with the design of the 
experiment. In R l. she mentioned feelings once, R2, three times, and 
R3, one time.
The last aspect of storytelling explored in this study was the 
skill of repeating the main point of the story. For this skill, there 
were five baseline sessions and three sessions with intervention. In 
the baseline sessions, the number of times the subject demonstrated 
this skill in a session never exceeded 3. See Table 3 and Figure 2.
TABLE 3
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Average Number of Times Main Point 
Repeated by Subject and Experimenter
SESSION SUBJECT EXPERIMENTER
B1 1.0 2.0
B2 3.0 3.0
F1 3.0 4.0
F2 0.0 0.0
F3 2.0 2.0
R1 2.0 7.0
R2 0.0 1.0
R3 5.0 6.0
2 0
This occurred in Session B2 and Session FI. In Sessions Bl, F2, and 
F3 , the subject repeated the main point one. zero, and two times, 
respectively.
During the intervention sessions. R l, R2, and R3, the subject 
did not show a consistently increasing pattern of repeating the main 
point. In Session R l, the subject stayed near baseline level, repeating 
the main point only two times (0% spontaneously). In the next 
session, the main point was not repeated at all. In Session R3, the 
subject increased his use of the skill, repeating the main point five 
times. In this last session, 20% of these repetitions were 
spontaneous (i.e. two out of five times).
The experimenter modelled the repetition of the main point 
seven times in Session Rl. This number decreased to one repetition 
of the main point in Session R2, then increased again to six 
repetitions of the main point in Session R3. Therefore, although the 
experimenter was able to implement the intervention strategy, she 
had difficulty doing so consistently.
CHAPTER IV 
Discussion
It can be seen from the results that a pre-teen with Specific 
Language Impairment (SLI) does possess the rudimentary skills to use 
stories in language, but that these 3tories do not include the qualities 
that make the story effective in communication. The stories produced 
by the subject in the present study were short and did not contain 
much meaning, and would probably not be used in the subject's 
everyday functional conversation. Therefore, although the basic skill 
was p rese t in the language of a pre-teen with SLI, the skill was not 
fully developed, nor being practiced in an effective manner.
The results of this study suggest that storytelling can be 
improved with intervention in a pre-teen with SLI. The stories of the 
pre-teen in the present study became longer and did start to include 
the intervention targets of the study. Since the basic skill is there to 
work with, working with storytelling only entails expanding on a skill 
that is already present. The subject was quick to pick up on the tasks 
in this study, and by its end, did not need to be directed by the 
experimenter in the task. It seemed as though the subject's stories 
became longer naturally, as he became more comfortable with the 
task of telling stories.
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Specifically, the mention of feelings was very easily targ ted 
in the intervention sessions. Feelings are easily identified at, 1 
passages conducive to the mention of feelings were easily chosen.
The subject readily responded to the intervention for the mention of 
feelings. When asked what the characters were feeling, the subject 
was able to respond with emotion words. The words the subject used 
were simple feeling words, such as il&ppy glad, confusion and 
missing (someone) but the subject showed potential for improvement 
in this aspect when he used one feeling, relief that the experimenter 
had previously used in a different story Although the subject could 
use feeling words, they were produced a majority of the time when 
the researcher elicited them from the subject, and the skill of 
mentioning feelings in a story was not maintained after intervention 
ended. Performance for this skill never dropped below baseline level, 
but it did not stay at the level it was during intervention. This 
suggests that intervention for the mention of feelings needed to be 
longer if the skill was to be fully maintained and eventually 
generalized to conversation.
In addition, the subject did not need the feelings modelled every 
time he mentioned them. In Session FI, the experimenter mentioned 
feelings four times to the subject's eight times. In Session F2, the 
experimenter and subject were equal in times they mentioned 
feelings. In Session F3, the experimenter surpassed the subject, 
mentioning feelings 12 times to the subject's six. That the subject
mentioned feelings in FI more time than the experimenter suggests 
that he did not need as much modelling as was given in F2 and F3.
Repetition of the main point was not as easy to manipulate as 
feelings, in the intervention sessions. The main point of the story 
could not be identified before the sessions occurred, because it could 
not be known beforehand what the subject's story would be. For this 
reason, it was difficult for the experimenter to identify the main 
point and then try to elicit the repetition from the subject.
Also, the emotions of the characters in a story are commonly 
the main point of the story. This posed a problem in the present study 
because the experimenter purposely avoided the mention of feelings 
in the repetiti a of the main point intervention phase, so that it could 
be determined whether or not the behavior of mentioning feelings 
was maintained after the intervention phase for this skill. This 
affected the experimenter's behavior because when she naturally 
would have mentioned the feelings as the main point, she had to 
modify and try to have the subject repeat another aspect of the story 
as the main point. For this reason, it would have been beneficial to do 
intervention for both skills at the same time, or in some closely tied 
intervention sequence.
Furthermore, in some sessions, the subject made many of his 
own contributions to the story spontaneously, so that it was hard for 
the experimenter to divert him to repeating what she saw ss the main 
point. In order to target this skill, an intervention technique is 
needed that can determine and isolate the main point, so that it is
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obvious to the child with SLI. Perhaps, the experimenter needed to 
model this skill more often in order for the subject to have practiced 
the skill, given that in R2 and R3 she only had one more repetition 
than the subject, although in R1 she bad five more. If the 
experimenter would have stayed at this level, the subject might have 
followed her lead.
It should be noted that the books and passages read in this study 
were not responded to equally well by the subject. In particular, the 
subject had difficulty comprehending and responding to the Bruce 
Coville book, My Teacher Flunked the Planet. The other two books, Old 
Ye Her, by Fred Gipson, and James and the Giant Peach, by Roald Dahl, 
were well received by the subject and he easily was able to continue 
the stoty from the passages taken from these books. When a passage 
from the Bruce Coville book was read, the subject sometimes needed 
the experimenter to recap and explain what had happened in the 
passage, and ideas had to be given to the subject in order for him to 
initiate his own story. Generally, the experimenter had to contribute 
more to the stories whenever this book was read, and the subject took 
longer to come up with ideas for his own stories from this book. This 
finding is reminiscent of Johnston's study (1982) in which she found 
that a child with SLI did not have knowledge of fantasy scripts, and 
had difficulty in retelling a fantasy story. This response bias to the 
books may have bad some effect on the results of the present study, 
especially in the data on the length of the stories.
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Future Research. There are many questions in the area of 
storytelling that warrant further investigation. As mentioned in the 
preceding section, working on a combination of storytelling qualities 
in intervention with children with SLI might be advantageous, since 
often these qualities interact. Also, other new techniques to teach 
storytelling behaviors should be explored. Another area to 
investigate is the additional qualities, besides mention of feelings 
and repetition of the main point, a storyteller needs in order to tell a 
meaningful and effective story.
Summary and Conclusions. The present study explored the 
storytelling behavior of a pre-teen with SLI. Eight twenty-minute 
sessions were conducted with a single subject in order to determine 
if a child with SLI has the skills to tell stories; if the stories of a 
child with SLI will become longer with intervention for storytelling; 
if a child with SLI mentions feelings in stories and if this behavior 
will increase with intervention; if a child with SLI repeats the main 
point when telling a story, and if this behavior will increase with 
intervention.
It was found that a child with SLI does tell stories, but the 
stories of the pre-teen in the present study did not contain the 
qualiies needed in order to make the story effective for the listener. 
The child had the basic skill of storytelling, but his stories would 
probably not be functional in everyday language.
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The stories of the subject did increase in length with 
intervention By working on mention of feelings and repetition of the 
main point in the intervention phases of the experiment, the subject 
became able to tell longer stories and less dependent on the 
researcher for her assistance in creating stories. In addition, the 
subject was able to follow the direction of the intervention phase 
with little difficulty, that is, he had no trouble with the storytelling 
format.
It was found that the subject mentioned feelings minimally 
when storytelling, but not enough for this quality to considered part 
of the subject's repertoire. During the intervention phase for the 
mention of feelings, the number of times the subject mentioned 
feelings did increase. However, this behavior was not maintained at a 
high level once the intervention phase for this skill ended. Therefore, 
a longer intervention period would seem to be necessary for the 
behavior to be maintained.
The subject did not repeat the main point of the stories he told, 
and there was difficulty with this skill in its intervention phase. The 
main point was often hard to identify and difficult to model. The use 
of this skill did not consistently increase with intervention, and it is 
suggested that intervention for this skill be combined with 
intervention for the mention of feelings.
In conclusion, improving storytelling should be integrated in the 
language therapy program for a child with SLI. Improving the quality
of the stories of a child with SLI seems to have the potential to 
greatly contribute to improving a child with SLI's overall language 
skills.
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APPENDIX A
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APPENDIX A
Books and Passages Read in Sessions 
Session 1- no book read.
Session 2- James and the Giant Peach, by Roald Dahl
a) Chapter 19 (all).
b) Chapter 20, paragraph 1, to end of paragraph 21.
Session 3- James and the Giant Peach, by Roald Dahl
a) Chapter 1, paragraph 1, to paragraph 5. line 3.
b) Chapter 4 (all).
Session 4- James and the Giant Patch, by Roald Dahl
a) Chapter 22, paragraph 23, to end of chapter 22.
b) Chapter 28, paragraph 45, to paragraph 53, line 7.
Session 5- My Teacher Flunked the Planet, by Bruce Coville
a) Chapter 4, paragraph 1, to end of paragraph 12.
b) Chapter 1, paragraph 1, to end of paragraph 25.
Session 6- Old Yeller. by Fred Gipson
a) Chapter 5, paragraph I, to end of paragraph 7.
b) Chapter 1, paragraph 1, to end of paragraph 32.
Session 7- Old Yeller. by Fred Gipson
a) Chapter 8, paragraph 1, to paragraph 15, line 1.
b) Chapter 15, paragraph 5. to end of paragraph 14.
Session 8- My Teacher Flunked the Planet, by Bruce Coville
a) Chapter 11, paragraph 44, to end of chapter 11.
b) Chapter 21, paragraph 1, to end of paragraph 9.
30
APPENDIX B
FINISHED STORIES CREATED BY THE SUBJECT AND EXPERIMENTER
APPENDIX B
Finished Stories Created by the Subject and Experimenter
The sharks will keep eating at the peach until it gets really 
little The insects will think of a plan to get away. The plan is to 
throw part of the peach in the water so the insects can find a way to 
get away. Hopefully the sharks will go after the part of the peach 
they threw. Then the insects might get another part of the peach and 
put it in the water, get on it, and start paddling with their legs. The 
insects will find land and live there. The sharks kept eating at the 
peach and never saw the insects again.
Baseline 2 Story 2
James could throw the striqg out and hit one of the sharks. It 
will go around his neck and the shark will pull it. The peach went to 
an island by the shark pullipg it. The other sharks tried following but 
they couldn't. The insects got to an island and lived there.
James got tired of Aunt Sponge and Aunt Spiker. James was 
mad and sad. He wanted to go somewhere else, and find somebody 
else to stay with, so he could be happier. He could stay with his 
uncle. His place would be real nice and real big. The mean aunts 
would call the police and try to find James. They wouldn't be able to 
find him. They would be mad because they couldn't find him. They 
would miss him.
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Feelings 1-Story 2
James has the green things in the bag. The green things get out. 
James was excited and confused. The green things get on James.
They give him magic so he wouldn't be sad again. James can do 
anything he wants , and his aunts won't bother him anymore. James 
goes to the ocean and sees the old man. The old man walds away 
because he didn't see James in the ocean. James is swimming in the 
ocean and lives happily from then on.
Feelings 2-Story 1
The peach is in the air. James and his friends feel excited, 
nervous, safe, and relieved. They see an island and drop the peach on 
the island. Everybody gets off and finds bananas and coconut juice to 
drink. They were happy to eat because they were hungry They built a 
fire and stayed there for a day. The next morning they all got on the 
peach. They were sad because they wanted to stay there longer, but 
they couldn't because they were ttying to get away from the ocean.
Feelings 2-Story 2
The Cloud-Men threw a dead rat and hit the spider. He fell onto 
the beach. James rnd his insea friends tried to help him and make 
him feel better. They were scared of the Cloud-Men. The spider woke 
up and felt better. The Cloud-Men were running after him but there 
were no more clouds to run on. James and his inseas flew away.
They felt relieved, happy, and glad.
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Feelings 3-Story 1
UP T
He screamed because he saw the alien. The alien was ugly and 
he was scared of it. Then, Duncan ran back to the house and hid under 
the bed. The alien didn't pay attention to him and sat down and 
watched TV. Duncan stayed under his bed for awhile until he was less 
scared. Then he called his friend and told him. The friend came over 
to his house and they made a plan to go back and see the alien. They 
were less scared because they had already seen the alien but were 
nervous too.
Feelings 3-Story 2
The aliens will not listen. So, Peter, Susan, and Duncan had to 
think of a plan. They were disappointed and angry. They figured out a 
way to make the aliens understand by offering the aliens some things 
they wanted, like gas for their spaceship. The aliens then decided to 
leave Earth. They had to leave and they were mad about it. Susan, 
Peter, and Duncan tried to figure out a way to get a spaceship and try 
to find the aliens so that the aliens would never come back to Earth.
Repetition 1-Story 1
He ran to his mom crying his head ofT. His mom told him no to 
grab a fish like that. He went to his room and played with Old Yeiter. 
Then he realized it was wrong to play with the fish. The next morning 
he went out and saw a snake, picked it up, and it bit him in the arm.
He thought he was going to die. He went ctying his head off to his 
mom again. His mom couldn't think of any doctors around there, so 
she got a wet rag and put it over the bite. He went into his room and 
laid there for a couple of days. His mom spanked him and told him 
again not to play with snakes, and Arliss realized it too.
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Repetition 1-Story 2
His mom will get there sooner than the brother and run for the 
house. The mom bear will keep running, and then wait outside the 
house for them to come out. The mom and the kid will stay in the 
house that night and the next morning the bear won't be there. Arliss 
had a cut on his knee from a rock in the water. His mom was so tired 
of Arliss getting into trouble and getting hurt that she didn't care 
anymore. Arliss did his chores. When he was in the barn the cub was 
in there. Arliss did not think about all the things his mom had told 
him about not getting into trouble. He took the bear cub inside and his 
mom yelled at Arliss to put it down. Then it started running for the 
bedroom. Old Yeller saw it. He started barking so the cub ran out the 
door. Arliss's mom told Arliss he was to stay tn his room for a month 
for getting into trouble again.
Repetition 2-Story 1
Burn will go to town and get food and supplies for the dog. Burn 
and Old Yeller will go back to the cabin. They went inside the cabin 
and had dinner. Old Yeller was sad about not seeing the kids and the 
mom again. The two kids cried all night and their mom couldn't make 
them shut up. They missed Old Yeller and he missed them. The next 
morning Burn made the dogs work real hard and Old Yeller got tired of 
it. That night when Burn was asleep Old Yeller ran back to the cabin. 
He went inside and jumped on Little Arliss's bed and slept there. Old 
Yeller stayed and the dog and the family didn't have to miss each 
other anymore.
Repetition 2-Story 2
The kid will get a shot and shoot him in the leg. The loafer wolf 
will limp away and Old Yeller will run to the mom. She'll wrap his leg 
that is hurt. The next morning the loafer wolf will come back and 
wait outside. Old Yeller will go outside and not see the loafer wolf by 
the door. It will bite Old Yeller in the neck. The kid saw it bite him. 
He went inside and got Ms gun again and shot the wolf in the head.
35
The wolf died. The next morning Old Yeller died.
Repetition 3-Story i
The kids will go to Africa to try to find Duncan. Duncan is their 
friend and he's lost. They will look there for two days but they don't 
find him. Then they call the police. The aliens will find Duncan in a 
place where his friends didn't look. They get Duncan and try to find 
their friends. The aliens found them and went back to their home in 
space. Duncan was excited to be found. The aliens and their friends 
stayed in space for years.
Repetition -kStory 2
The aliens will give them the teachers. The people on Earth will 
have a "ear to improve or else they get hanged by the aliens. The 
teachers will be successful by making the Earth be a lot better place 
to live because people are learning more things. After a year, the 
teachers will stay there and keep teaching. The aliens will like the 
teachers and keep them there really long. The Earth will be saved.
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